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Abstract	  
This paper argues for the need for critical reading comprehension in an era of accountability 
that often promotes reading comprehension as readily assessable through students answering 
multiple choice questions of unseen texts. Based upon a one-year study investigating literacy 
in Years 4-9 the ways strong-performing primary schools develop serious and in-depth 
reading for learning are explored. School and teacher features which allow for the 
development of sophisticated pedagogical repertoires and space for critical reading 
comprehension, without losing the complexity of curriculum offerings, are outlined. How one 
experienced middle primary teacher operates strategically, ethically and critically in 
supporting her ESL students to learn to read is illustrated. The teacher’s work is situated 
within the complex accountability demands faced by classroom teachers. This was 
accomplished by a teacher whose complex pedagogical repertoire has been assembled across 
a career teaching in low-SES high ESL communities in a school with a balanced literacy 
program and high level of collegial support. Risks for schools and teachers whose 
circumstances work against their capacities for prioritisation and strategic decision-making 
are identified and discussed. 
 
Introduction	  
In an era of accountability, what is it that teachers should aim for with respect to young 
people’s reading? Before addressing this question, we briefly outline the conditions of the 
performative audit culture currently dominating the educational landscape. Internationally 
many western governments (including US, UK, Australia) continue to believe that high 
stakes standardised measures of literacy achievement should be the centrepiece investment 
for improving the performance of the population (see Luke, Dooley & Woods this volume). 
After decades of so-called literacy crises in the media and debates about the best ways to 
teach reading – despite the relatively high level of performance of Australian students on 
comparative measures of reading literacy (OECD, 2004) – the Australian Labour 
Government has moved to a strong federal agenda that foregrounds national testing of 
literacy and numeracy, national curriculum, and the alignment of both. Twin aims of its 
educational agenda are to “close the gap” in terms of unequal literacy outcomes and to 
enhance “transparency” to assist parents to make school choices by publishing, via the 
MySchool web-site, each school’s results on the yearly NAPLAN tests. The stakes are high 
for school leaders, teachers and their communities when these results suggest that they are 
failing in comparison to similar schools and/or the national average. Far from being an 
“educational revolution”, educators are questioning the government’s policy ensemble with 
respect to its stated terms of reference - equity and excellence (Reid, 2009).  
While neo-liberal educational discourses suggest that delivering the same literacy outcomes 
is unproblematic – essentially a matter of will and effective teaching – it is clear that school 
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populations are becoming increasingly culturally and linguistically diverse and that 
community, workplace and cultural literacy practices are changing at an unprecedented rate. 
Within this broad context, with its many inherent contradictions, teachers go about their 
work, endeavouring to help all students assemble complex and contemporary repertoires of 
literate practices and, at the same time, to address system-wide goals for improved 
performance on standardised measures. Ensuring equity long-term for their students’ on-
going educational trajectories is a challenge in the face of more immediate demands of 
preparing students for tests.  
To return to our initial question about what teachers should aim for, we argue that teachers 
should aim, now more than ever, for what we call ‘critical reading comprehension’. By this 
we mean forms of deep reading comprehension conceptually situated within an expanded 
view of literacy. A ‘critical’ dimension invokes forms of reading that are strongly connected 
with topics and texts that have political and social significance for students and their 
communities. Critical comprehension requires students to understand both the content and 
contexts of production of the texts they are reading. We argue that critical reading 
comprehension is particularly important to develop in the middle years of primary schooling 
which are too often neglected in discussions of literacy development (Comber, Badger, 
Barnett, Nixon & Pitt, 2002). Taking examples from a recently completed study, we explain 
how in-depth learning and engagement with complex curriculum allowed children to develop 
critical reading comprehension (Nixon, Comber, Grant & Wells, forthcoming 2011; Nixon, 
Comber & Kerin, 2009). At the same time these teachers did not ignore preparing students 
for the demands for reading performance as required by various reading tests, including 
NAPLAN, Lexile Level Reading quizzes and so on. Yet they understand that this on its own 
does not guarantee the development of students with critical reading dispositions who are 
able to tackle complex and extended texts. 
 
Investigating literacy Years 4-9 
Over several decades we have been working with education sectors to investigate how 
teachers who work in schools located in poor communities achieve high levels of literacy 
learning against the odds, so we were not surprised, given the COAG agenda to “close the 
gap”, when in 2008 the Department of Education and Children’s Services (DECS) in our 
state approached us to engage in a small collaborative research project. They wanted a 
systematic investigation of the literacy requirements and opportunities, and aligned explicit 
teaching strategies, that need to be embedded across the learning areas in the middle primary 
years of schooling – specifically Years 4-9 – to ensure “quality” literacy outcomes. Their 
objectives were: 
 
a) To investigate and document teachers’ responses to, and interventions for, low 
literacy achievement across the curriculum among some groups of learners in Years 4-9  
b) To fine-tune a research approach to this problem that involves professional 
development for and collaboration with teachers, and has the potential to be extended in 
scale in the future.  
 
A pilot research and professional development project was subsequently designed. From our 
own research and that of others (Comber et al., 2002; Langer, 2001; Luke, Dooley & Woods, 
this volume), we know that key issues at this stage of schooling include the increasing 
complexity of texts, the differentiation of disciplinary knowledge, and gaps between 
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traditional ‘schooled’ literacies and the expanded repertoires of literacy required for effective 
participation in twentieth century contexts outside schools. The study focussed on 
documenting approaches and strategies used in schools that were already producing good 
literacy results according to standardised measures and from the schools’ rich evidence of 
their students’ learning. The project was conducted in three primary schools and one high 
school between February and September 2009i. Given the short time-frame schools were 
selected on the basis of their NAPLAN results, other departmental data and existing 
collaborative relationships between the schools and the university-based educators.  
 
Our starting point was that the literacy required of students in the middle years of schooling 
changes as they begin to read and write to learn across the subject areas using various 
resources and media. At this stage, teachers look for evidence of student understanding of 
concepts, content details, appropriate genre use and the capacity to work with extended and 
complex texts (Comber et al, 2002). Yet, in comparison to the early years (e.g. Louden, Rohl, 
Barratt Pugh, et al., 2005), there has been relatively little research conducted during this 
period of schooling, especially Years 4-7 of primary schooling (but see Langer, 2001; Luke, 
Elkins, Weir, et al., 2002). However, evidence such as the results of the OCED PISA studies, 
suggests that gaps between those who perform highly and those who perform poorly on 
standardised measures of literacy increase rather than decrease during these years of 
schooling, and these gaps often relate to social background (McGaw, 2006; see also Comber 
et al., 2002 for a discussion of fourth grade slump and Gee, 2000). Hence there is a need to 
investigate how different school communities with diverse student populations design rich 
curriculum at these stages and explicitly teach young people to handle new and changing 
literacy demands, including the demands posed by complex hybrid and multimodal texts.  
 
In order to support the teachers and school leaders to develop a research question related to 
DECS priorities, and to collect appropriate data and evidence, we developed some guiding 
questions. We had only four days to work with these teachers as a whole group to plan their 
investigations. However we had significant prior knowledge of the ways in which the schools 
and teachers ensured the development of sophisticated pedagogical repertoires and space for 
critical reading comprehensionii. Below we discuss key principles which emerged from the 
pilot, our previous research and the wider research literature. 
 
 
Supporting rich integrated curriculum design with positive literacy side effects 
 
In identifying schools and teachers who were making a difference to the engagement and 
literacy learning of their middle school students, we suspected that it was not only what they 
did during designated literacy lessons per se that had an effect. Our hunch was that it had as 
much to do with the ways in which complex literate practices were embedded across the 
curriculum, and the ways in which teachers’ curriculum designs insisted on building students’ 
knowledge in the relevant learning areas. The point here is that it was not a generic set of 
literacy practices into which students were being inducted, but curriculum-specific literate 
practices (see also Freebody, Maton & Martin, 2008), incorporating a range of appropriate 
genres and information and communication technologies and media which would allow 
students to convey their learning to others. Students’ school reading development is situated 
within this wider learning context; the messages they get about what school is for, about 
themselves as learners: and, about what is possible for them to learn and communicate to 
others. The extent to which students see themselves as knowledge-producers, communicators, 
peer teachers and people with agency affects their commitment to the challenging task of 
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learning school English literacies. Students’ long-term learning trajectories require not only 
specific reading programs, but also practice in reading and writing that pertains to in-depth 
learning about content in which students are invested. As we illustrate below, students will 
persevere with the reading demands posed by complex texts designed for adults – such as 
architectural magazines and web-sites, building designs and maps – when such texts relate to 
the changing built environment in which they are located. More student investment in 
understanding the meaning of the actual content helps them to pursue meaningful objectives 
and sustains greater academic struggle. 
 
We now discuss the principles according to which such rich integrated curriculum design that 
attends to quality literacy outcomes for students can be achieved and sustained in schools 
with reference to the whole-school approach adopted by one school in the pilot study. A key 
feature of this approach is strong curriculum leadership which ensures that teachers have 
experience in and support for working with colleagues and experts to design and evaluate rich 
curriculum with the goal of improving teaching and learning.  
 
One public school in our study that has been achieving excellent outcomes when compared 
with like schools - including private schools - has for several years had in place a system of 
strong curriculum leadership based on the following principles: 
 
• Literacy is important in all learning areas 
• Teachers are both intellectual workers and continual learners 
• Children need to develop a sense of agency to be able to act for the ‘common good’ 
• Student and teachers alike learn from interactions with experts who have field and 
disciplinary knowledge. 
 
When we began the project the principal of this school emphasised to us that whole-school 
change is difficult and complex and often requires significant levels of resourcing. To this 
end, she had allocated funds to support the appointment of an Assistant Principal with a brief 
for monitoring and reporting student achievement and had instituted a system whereby 
teachers were required, but also supported, to design, publish and share written curriculum 
plans R-7. The plans, which have a common language and structure, facilitate the 
development of teacher collegiality and ensured accountability. These term-long curriculum 
plans were shared with the principal as part of a professional development process before 
being made public to parents and were also made the objects of collegial reflection in whole-
school professional learning contexts. Explicit objectives of this process were to break down 
the privacy of curriculum design, develop a sense of standards for assessment, and allow 
teachers to experience learning from their peers.  
 
Additional school resources were also directed towards engaging experts in disciplinary 
fields (e.g. environmental studies, fiction writing, photography) to work alongside teachers 
and students. These school leaders believed that experts can provide new and additional ways 
for teachers to access explicit disciplinary knowledge that supports new learning. Experts can 
also explain and demonstrate how they produce “quality” products in their field. Having 
regular access to high quality writing and other texts and artefacts can raise the expectations 
of teachers and students alike, and can improve the quality of students’ learning as well as the 
artefacts produced and circulated in schools. 
 
This school also had a strategic whole-school curriculum focus each term. For example a 
term-long focus on science curriculum and student learning meant that all teachers were 
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engaged in developing students’ knowledge around the topic of ‘energy’. This common focus 
allowed for significant teacher learning, resource sharing and benchmarking which is often 
absent from primary schooling. The point we wish to make here is that curriculum designed 
around specific content areas allows teachers to plan systematically for the meaningful 
introduction of specific genres, vocabulary, discourses, media, activities, and so on. This 
work is not simply opportunistic proliferation around a ‘hot’ theme. Rather, it involves the 
considered development and design of a curriculum and pedagogy tailored to the particular 
community of students and the systematic pursuit of the affordances of different learning 
areas and communication practices. Students’ literacy repertoires, and indeed their reading 
development, are situated within this coherent framing.  
 
In another school the imminent re-development of their school site led to a shared focus 
amongst the three project teachers around the theme of ‘belonging’ which we discuss below 
with reference to the work of one teacher.  
 
 
Place-based pedagogy and critical reading comprehension 
 
Interest in place-­‐based pedagogy (Gruenewald, 2003; Smith & Sobel, 2010) has grown in the 
last decade as the effects of climate change and dwindling renewable resources are 
understood by scientists, educators and the general public. Place-­‐based pedagogy designs 
learning and curriculum in ways that emphasise people’s relationship to their place, their 
environments and habitats. A number of researchers see synergies between place-­‐based 
pedagogies and critical pedagogy (Comber, Nixon & Reid, 2007; Comber & Nixon, 2008; 
Gruenewald, 2003, 2008). Both place-­‐based pedagogies and critical literacy are underpinned 
by the shared assumption that young people need to develop a sense of agency, that is, they 
need to believe that they can make a significant positive difference in the world.  
 
We turn now to the work of one Year 3/4 teacher whose cross-curriculum project exploited 
the affordances of place-based pedagogy (Smith & Sobel, 2010) and spatial literacies 
(Comber, Nixon, Ashmore, et al., 2006) for engaging students in complex literate practices. 
We consider both the ways she wove literacy across the curriculum in meaningful ways and 
at the same time addressed the school’s organisational approaches to reading development 
(through Guided Reading and Lexile Level reading). The school community is extremely 
culturally diverse, including Aboriginal families, recently arrived immigrants and refugees, 
and first and second generation immigrant families. In 2008 65% of students were classified 
as speaking English as a second language and 68% of students qualified for School Card, an 
indicator of poverty. The school site is located in the western suburbs of Adelaide within the 
perimeter of Australia’s largest privately funded urban renewal project. In the context of 
wider urban renewal, and the school site being re-developed into a state “Superschool”iii by 
2011, the teacher’s goal was explore the concept of “belonging spaces” (Comber et al., 2006; 
Kalantzis & Cope, 2008). The relevance of place-­‐	  and	  community-based education is clear in 
this context (Smith & Sobel, 2010).  
 
Questions about people and places can equally be explored in the learning areas of Society 
and Environment or Science or Design and Technology using the disciplinary resources of 
those knowledge domains. The Year 3/4 teacher’s curriculum design was built around an 
over-arching question: “Is what a building looks like affected by what it is used for and who 
uses it?” The teacher designed many sub-­‐inquiries and tasks that assisted students to explore 
the relationships between people and place but also helped them to develop traditionally-
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valued literacy skills while they simultaneously assembled new and expanded literacy 
repertoires. In planning this work she was explicitly informed by the South Australian 
Curriculum Standards and Accountability Framework (SACSA) in terms of Essential 
Learnings (futures, identity, interdependence, and thinking) and key learning areas (Design & 
Technology, English, Health & Physical Development, Science, Society & Environment and 
Maths) (DETE, 2001). Her design allowed students to develop understandings of complex 
concepts at the same time as they acquired the linguistic and semiotic resources to represent 
what they were learning. The table below illustrates a range of activities undertaken in 
various learning areas. 
	  
Table 1: Building knowledge of place across learning areas 
Learning Area Task or activity 
Design and Technology Build cardboard arches and test weight supported 
Science and Technology Predict and test weight bearing strength of eggshells 
English Write formal addresses 
Give directions (oral and written) in classroom, around the school and 
home to school 
Write a descriptive text about a chosen building 
Use maps and record information about buildings 
Society & Environment Locate where people live on map and plan a neighbourhood walk 
Participate in neighbourhood walk  
Resource-­‐based Learning Search for books and sites about buildings, building features and 
materials 
Use Google Earth to find their house and the school 
Drama Organise and present assembly 
Maths & Technology Draw a floor plan of own house 
Art Egg designs, building design collages 
 
This teacher looks for opportunities to embed literate practices which are appropriate to the 
learning area and her specific goals. A scan of the table above indicates a range of reading 
practices across the curriculum – reading street maps, using Google Earth to locate actual 
buildings, searching books and web-sites for specific information about buildings, reading 
directions, reading floor plans and so on.  In this classroom opportunities for learning about 
literacy and communication were designed in specific curriculum areas. Considerable variety 
in the participation and activity structures was built into the design of these tasks. Students 
were involved in a range of short and longer tasks and required to display their learning in 
various media and in different social situationsiv. 
 
Near the end of the first term, the teacher began to relate the concept of belonging to the 
actual physical spaces of the school – “where they feel good, what they enjoy doing, and 
[they] begin to see that different activities in different spaces impact on this… and that they 
are different for everyone”. Activities included taking photos, making a photo-­‐story (My 
belonging spaces) and writing (school history and recounts of students’ first day at school). 
After negotiating with her colleagues, she decided to focus on the physical changes that 
would be happening: 
 
With the old buildings earmarked for demolition, and a totally new school planned to 
be built, I wanted my students to be involved in thinking and planning what the new 
school should look like. 
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She wanted her students to “become architects” in the sense that they would orient to spaces 
like architects and indeed read architectural texts. Students were accessing, reading and using 
texts designed for adults, rather than texts produced for the student learner/reader. For 
example, using publicly accessible architecture web-­‐sites and glossy print architecture 
magazines, they searched a range of architectural designs for examples of domes and arches. 
At the same time students were asked to think about eggs (as a home and as a shape) and 
invited to collect egg shapes in everyday life (see also Comber et al., 2006). The teacher thus 
began with a concept that students knew about from their own experience, the egg, and 
systematically moved to consider ‘the dome’ and ‘the arch’, as architectural terms, which 
relate to the egg-shape Students then conducted experiments to test the strength of the egg 
shape. Printed and laminated colour copies of various items, incorporating a dome – e.g. 
army helmet, igloo, chair, lantern, toilet bowl, as well as domes in various parts of different 
buildings – demonstrated to students how domes feature in a range of designs and honed their 
visual reading practices.  
 
One way students engaged materially with concepts about place, space and belonging was 
through a series of neighbourhood walks guided by local street maps. Walking various routes 
through the nearby streets on which many of them lived, students took photographs of 
significant buildings and focused on various architectural design elements such as pillars, 
windows, verandahs and so on. They also photographed key signage in the local area such as 
street names, notices, warnings and business names. In one sense the students were learning 
to re-read their neighbourhood as a built and semiotic environment – indeed their teacher was 
making the familiar strange and positioning students as researchers. The photographs and 
notes taken on these walks contributed to individual work and a class photo-­‐story entitled The 
walk which then allowed for shared reading and re-reading of the places, buildings and 
signage recorded along the route. During this process, the teacher explicitly helped students 
to connect their prior everyday knowledge (including words, objects and images) with new 
academic ways of knowing, including learning the discourse (vocabulary, genres, media) 
associated with different disciplines and ways of producing knowledge (experimenting, 
measuring). Wherever possible, wider social audiences than the class were planned for the 
work students had done. For example students’ writing about directions was summarized in 
an insert for the school newsletter, as well as formally presented at the whole school 
assembly.  
 
This work begins to demonstrate the affordances of place-­‐based pedagogy for students’ 
literacy learning in the middle years. For instance, across the archive of student work samples 
we see young people conducting surveys, writing recounts (of first day at school), 
descriptions (of a house design) and directions (for getting to school), producing photo-­‐stories 
(of the neighbourhood walk), undertaking and documenting experiments (about the strength 
of dome structures), learning how to produce storyboards (about their preferred places in the 
school), planning a whole school assembly and so on. Student learning about new genres and 
media was accomplished in the context of representing their experiences of places. Because 
they build up their knowledge and information before writing—partly through reading, 
researching and talking—they had the vocabulary and the conceptual resources available to 
weave into their productions, which results in more detail and accuracy. Whilst we have not 
focused on it here, the teacher also continued to introduce relevant related literature about 
place and identity, such as Jeannie Baker’s Belonging (2004), the nursery rhyme The house 
that Jack built and so on, to introduce rich imagery and language patterns. In this place-based 
curriculum students encountered a significant, complex and varied range of texts and genres, 
8	  
	  
building their comprehension of complex texts and concepts, across a range of textual and 
semiotic experiences, while pursuing in depth a topic of consequence. 
 
While the class worked across learning areas on the belonging theme, they also participated 
in the school’s ‘literacy block’ program for three days a week between 8.50 and 10.50. In this 
time school policy ensured that students were ability grouped for activities including guided 
reading and various reading, grammar and punctuation and writing activities (e.g. writing 
narratives to practice for NAPLAN) and numeracy work. Students also read for about twenty 
minutes at the start of every day and borrowed from the library using Lexile Levels to record 
their progress. With the increasing emphasis on NAPLAN through the publication of results 
on the MySchool web-site, teachers were under pressure to ensure that students’ performance 
on standardised tests was maintained.  
 
In summary, whilst engaged in the rich and varied curriculum across the learning areas, 
students specifically read architectural web-sites and magazines, plans for the New School, 
scripts for assembly performances, instructions for experiments, street directories, Google 
Earth texts, floor plans, related children’s literature, and so on. That is, students were 
positioned as critical readers of their changing place (the neighbourhood and the school), 
even as they learnt to crack the specialised language of directions and experiments, use maps 
and plans, and make meaning from architectural designs. Guided by their teacher they 
learned that the proposed plans for the new school meant that they would lose their drama 
space and so they wrote to the project manager and the newly appointed principal requesting 
a change to the design in order to accommodate a drama space. They were successful, and the 
plans were altered. 
 
Concluding comments 
The pedagogies of the teachers with whom we are working defy labels such as traditional, 
progressive, transformative, explicit, and so on. Many have been teaching for as long as it has 
taken academic researchers to classify and label different approaches to teaching reading. 
These teachers have long been gathering, in a principled fashion, practices which have value 
in their working lives; they have been actively engaged in professional learning throughout 
their careers. Hence we saw elements of critical literacy, place-based pedagogy, genre 
pedagogy, collaborative learning and culturally responsive pedagogy orchestrated in their 
classrooms. We noticed also that these teachers were able to fully capitalise on the extra 
support and resources their schools provide such as reading comprehension, guided reading, 
Lexile Levels, resource-based learning, and Reading Recovery, amongst others, to ensure that 
individual students are making specific progress within the affordances of these program 
offerings. But they do not rely on such programs to engage their students as learners, nor to 
do the specific literacy teaching that the different learning areas require. Rather, they know 
that a combination of serious connections with the disciplinary or content knowledge, along 
with an explication of, and practise with, the associated specific linguistic demands of 
learning areas, will all be needed. And, they know that such challenging work cannot be done 
in a motivation-free zone. 
However the complexity of what these teachers accomplish raises a number of questions for 
us about their less experienced and time-poor colleagues who have more recently entered the 
profession and whose access to broad pedagogic repertoires is more limited. The mix of the 
changing demographic of the teacher workforce, the linguistic diversity of student population 
and the federal government’s policy constellation—national testing, the MySchool website, 
Teach for Australia approach to teacher education, and possible performance-based pay 
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regimes—create a new set of risks for teachers and students in low socio-economic 
communities. Even teachers who may have sympathy for the challenges faced by recently 
arrived ESL students may find themselves wondering what to prioritise. 
When it comes to sustained improved literacy outcomes for diverse student communities 
(Timperley & Alton-Lee, 2008), there is “no quick fix” (Allington & Walmsley, 1995). 
Rather, long-term research-informed continuing investments in teacher professional learning 
are needed (Luke & McArdle, 2009). A study of effective primary school literacy teachers in 
Australia found little variation in the literacy activities employed by teachers, however the 
way in which the activities were undertaken was qualitatively different across a range of 
dimensions (Louden et al., 2005). In characterising an effective teacher in comparison with 
her peers on the basis of that study, the researchers explain that: 
[S]he ensures children’s participation in the activity, uses her literacy knowledge to 
teach significant literacy concepts and skills, differentiates instruction including 
providing various levels of challenge, and gains the respect of the children. In other 
words it is the teaching practices employed in the implementation of the activity, rather 
than the activity itself that distinguishes between the more effective and the less 
effective teacher (Louden et al., 2005, p.174). 
In the US a recent experimental study of four supplemental reading comprehension 
interventions (James-Burdumy, Deke, Lugo-Gil, et al., 2010) found that they made no 
measurable statistical different to students’ performance except in one case where the 
teachers had one year’s prior experience of using the curriculum intervention. There is, it 
seems, no replacement for knowledgeable teachers. Given decades of research which 
indicates that supporting teachers to develop “an inquiry stance” and “critical habits of mind” 
(Cochran-Smith & Lytle, 2009, p. 121) makes an ongoing difference to teachers’ capabilities 
across their careers, it seems odd that governments continue to look for short-term teacher-
proof solutions. Our study has confirmed the importance of knowledgeable inquiring teachers 
who are prepared to design rich curriculum that includes the reading and comprehension of 
complex texts, and who continually assess the effects of their practices on the different 
students in their care. 
	  
While the contemporary world requires students to be test-savvy, to know how to answer 
multiple choice questions and so on, and is therefore worth some investment in time, it 
should not be mistaken for the real deal in terms of critical reading comprehension. Such 
repertoires of practices are developed over extended periods through extended engagement 
with complex texts in discipline-appropriate genres, semiotic analyses of everyday texts, 
sustained reading of extended texts with in-depth interpretative conversations, and 
interrogations of multiple sources for possible answers to significant questions. With today’s 
young people increasingly accessing information on-line as part of their learning, it is more 
important than ever that they are able to make discerning judgements about what they are 
reading, and this requires in-depth engagement with complex print and multimodal texts 
rather than surface level skimming to meet short-term goals. 
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i	  This	  paper	  draws	  from	  the	  primary	  school	  data	  only.	  The	  secondary	  school	  data	  was	  limited	  due	  to	  changes	  in	  
project	  team	  members	  in	  the	  department,	  the	  university	  and	  the	  school.	  In	  addition	  the	  time-­‐frame	  proved	  
insufficient	  in	  that	  context	  for	  teachers	  to	  complete	  their	  projects	  to	  their	  own	  satisfaction.	  
ii	  A	  number	  of	  the	  pilot	  study	  teachers	  and	  schools	  are	  now	  working	  on	  a	  current	  ARC	  Linkage	  LP	  0990692	  New	  
literacy	  demands	  in	  the	  middle	  years:	  Learning	  from	  design	  experiments.	  In	  order	  to	  protect	  their	  
confidentiality	  as	  per	  our	  ethical	  agreement,	  teachers	  and	  schools	  are	  not	  named	  in	  this	  paper.	  
iii	  Announcement	  of	  six	  new	  Adelaide	  Superschools:	  
http://www.youtube.com/watch?v=1oDcoYHCMx8&feature=player_embedded	  [accessed	  24	  May	  2010].	  The	  
term	  Superschool	  has	  subsequently	  been	  replaced	  by	  the	  term	  ‘New	  Schools’.	  
iv	  The	  pilot	  study	  did	  not	  allow	  for	  recording	  and	  transcription	  of	  the	  teacher’s	  classroom	  discourse	  which	  
would	  have	  further	  illuminated	  her	  practice,	  but	  an	  ARC	  Funded	  project	  conducted	  since	  that	  time	  will	  allow	  
for	  further	  elaboration	  of	  such	  pedagogic	  talk	  in	  future	  related	  publications.	  
